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Chapter 1

Statement of the Problem

rpos -} N

[3
’

The purpose of this study is to explore and docu-
bl 3

ment the development of young children's conceptions of

the correspondence between the auditory duration and

grapheme léngth of a word.

+ 1

"

uestions to Be Answered

1. Is there a statistically significant difference
between the metalinguistic abilit;es of stuéents
at each grade level?

2. What strategies détstudents at each grade level use
fo;’explaining their choices on the S;eech-Print ‘
Matching Test?

3. Do the explanations of students atpeaéh grade level
reflect an understanding of the relationship be-
tween sound duration and the number of graphemes
in a word? ’

4. Are there significant individual differences in
metalinguistic abilities among children within the

same grade as measured by their performances on the

Speech-Print Matching Test?



Need for the Study -

The research has clearly shown that prereaders and
beginning readers demonstrate limite; metalinguistic
awareness as manifested in their poor concept of the
written and spoken word. Research reveals a weak
ability of young children to identify a word, to seg-
ment sentences into words, and to match a spoken word
to a written word according to it? auditory duration
and number of graphemes (Downing, 1971-7?5 Leong and
Haines, 1978; and Lundberg and Torneus, 1978). Chil-
dren are also limited in thei; ability to use the
proper terminology in describing’the fuhctions and
elements of language (Reid, 1966).

Research also indicates:that there is a corre-
lation between linguistic awareness and reading success
(rate of reading progress) (Gibb and Randall, 1988).
Children who exhibit linguistic awareness continue to
develop their metalinguistic skills at a faster rate
than others (Downing, 1971-72). Likewise, children who
exhibit a lack of linguistic awareness manifest diffi-
culty with the learning-to-read process (Gibb and
Randall, 1988). Resegrchers assumed that children with
some intuition about the nature of language would have

(=

a better chance of inferring that the relationships



between speech and print are ordered and systematic,
thus enhancing their r;gdiné development. Students
must recognize the relationship between ;Bok;n and
written language in order to fully appreciate and
comprehend the printed page. The ability. to identify a
written word based solely on its auditory duration in-
dicates that a student has some understanding of the
relationship between the spoken and written word.

This study is aimed at identifying children's
awareness of the correspondence between the auditory
duration and grapheme length of a word. This knowledge
of children's metalinguistic awareness is essential for
program planning and curriculum development. Too often
formal systéms of éducation assume much, *but know very
little about the actual perceptions and abilities that
children already possess before systematic instruction
in reading and writing begins. Evidence of poor méia-
linguistic skills may impact reading programs by sug-
gesting the, need. for greater emphasis to be placed on
whole words and syllables, rather than individual
phonetic sounds. , Results from this studyamay also
alert educators to the need for instruction in meta-

linguistic awareness prior to formal reading instruc-

tion. Research by Templeton and Thomas (1984) support



this theory.
9 . \

Of specific interest is the emergence of
children's concepts of what words are.
This question is not only of theoretical
interest but of significant prac¢tical in-
terest as well; unrealistic assumptions on
the part of primary grade teachers regard-
ing students' knowledge of words as units
in speech and ‘print, and the nature of the
constituent elements in these units, often
lead to difficulties and frustration in for-
mal reading instruction. Work in phonics,
for example, is frequently undertaken before
children understand some basic concepts about
words--that they are groups of letters bounded
on both sides by spaces, have a beginning, mid-
dle, and end, and sé forth. Our ‘understanding
of the development of young children's concepts
of "wordness" should better inform us in the
matter of facilitating the development of that
concept as well as the development of reading
ability in general. (p. 139)

If educators are able to identify the determinants
of young children's ability to deal analytically with
language or when they become metalinguistically aware
they should be able to appropriately plan when to init-
iate or hold back those activities that assume metalin-

guistic awareness (Templeton and Spivey, 1980).

Definition of Terms

Content words - These words carry the meaning of the

sentence such as nouns, verbs, and adjectives. They
are also referred to as contentives.

Function words - These are unstressed grammatical words

such as "to," "a," "the," and "do." These are the ar-



ticles and auxiliary verbs. They are also called
functors.

Graphewe - A printed letter of the alphabet or a letter
combination which represents a single phoneme.

Phoneme - A unit of s?eech represented by a letter or a

* >

group of letters.

Limitations of the Siudy

The population sample included in this study was
representative of middle class suburban children who
attend private day cares and private schools. There-
fore, the resuits cannot be applied to other socio-

economic groups.



Chapter 11

Review of the Literature

Purpose

The purpose of this study is to explore and docu-
ment the development of young children's conceptions of
the correspondence between the auditory duration and

%
grapheme length of a word.

Overview of the Literature s

Metalinguistic awareness has been defined by Pratt
and Grieve as, "the ability to think about and reflect
upon the nature and functions of language" (cited in
Tunmer, Pratt, and Herriman, 1984, p. 2). Hold;n has
more specifically defined it as "the study of young
children's emerging and unique conceptualizations of
the processes and elements involved in learning t6 read
and write" (cited in Yaden and Templeton, 1986, p. 3).
Other synonymousbterms o;ten used by researchers are ’
linguistic awareness, language awareness, and print
awareness. Each of these phrases indicate that young

[

children exhibit various ideas about literacy as they
i 4

slowiy develop understandiﬁg of the tasks involved in

. F
reading and writing. Holden, one of the pioneers in



the field of metalinguistjcs, was curious as to what
extent innate ability and informal acquisition influ-
enced word awareness. She, along with many others,
pursued the research of metalinguisti; awareness in
young children. Holden's use of the term "metalinguis-
tic" described children's conscious awareness of' the
lexical content of their speech and their hbi}ity to
use language to talk about l?nguage (cited in Yaden and
Templeton, 1986). Currently, metalinguistic ability
has come to connote awareness of various aspects of
language, such as grammatégally, lexical items, pho-
nemes, rhetorical devices, and awareness of speech and
print regularities. ,
Within the past two decades, metalinguistics has
received much attention in regard to reading readiness
and beginning reading. Researcher; are seeking to de-
termine which metalinguistic skills are prerequisites
to learning to read, and how linguéstic awareness im-
proves as a child matures and engages in the process of
reading. Although the work of Pick, Unze, Brownell,
Drozdal and Hopmann (1978) and others suggest that at
least some aspects of metalinguistic awareness are pre-

requisite for learning to read, other researchers have

concluded that the process of learning to read is in



itself responsible for raising children's awareness of
language (Reid, 1966; Rozin, Bressman, and Taft,”1974).
Ehri (1975) states that a certain amount of metalin-
guistic awareness is required before a child learns to
read and that learning to read will in turn increase
the child's awareness. A study by Lundberg and Torneus
(1978) provided evidence that the acéuisition of meta-
linguistic skills is development;l and not solely de-
pendentfon formal reading instruction.

nge researchers hold an interactive perspective
in regards to the acquisition of metalinguistic skills.
This interactive theory states that metalinguistict
awareness is a result of natural development and the
process of learning to readiébowning, 1971-72).

Research in the‘area of metalinguistic awareness
has considered many different aspects of linguistics
and reading. These include studies in the awareness of
sounds, phonemes, syllables, words, sentences, and lan-
guage terminology. To literate adults the "word" ap-
pears as an obvious unit of language. For prereaders
and beginning readers this phenomenon is not ciearly
understood. A listener/speaker has little need to
think in terms of word units. Ideas form a continuous

flow in speech so that to a child the phrase "peanut

butter sandwich" represents a word in the same way



"cow" does. But for written language users the unit
formed by a word is crucial. It is neceésary for read-
ers to recognize the correspondence between the written
and spoken word if they are to achieve success with
reading. When the child begins formal reading instruc-
tion, the metalinguistic viewpoint, or the conscious,
analytic view of language is empﬁasized. Since the
basic unit for teachi;é readizé is the word, children
are expected to consciously identify as a discrete seg-
ment each instance of a word embedded in their own and
their teacher's oral language, as well as in a line of
print.

Research generally concludes that many children do
not have an adequate concept ofta word and that this
lack of metalinguis;ic awareness is related to reading
difficulties. Children prior to age five have a limit-
ed understanding of the meaning and function of a
"word" (Downing, 1971-72; Reid, 1966). From the age of
five or six, when most nations cammence formal reading
instruction, children's comprehension of a "word" im-
proves steadily. Despite this general improvement most
children between the ages of five and seven continue to

have an obscure concept of the tefrm "word" (Downing,

1971-72, Mickish, 1974). Children during this devel 6p-



mental and instructional period tend to recognize con-
tentives (e.g. nouns, verbs, adjectives) as words, ‘but
apparently do not accept functors (e.g. articles and
auxiliary. verbs) as words (Ehri, 1975). Holdexr and
MacGinite (1972) and Mickish (1972) have found that
prereaders and beginning readers are not able to
utilize the spaces separating printed words within a
sentence as cues in defining what is meant by -the term
"word." Ehri (1975) and Holden and MacGinite (1972)*
have discovered that. children have difficulty segmerit-
ing speech into .word units. The results -off these
segmentation studies may have: been -confounded by the
lack of knowledge of the metalinguistic-term "word."
Two 'similar studies conducted by Rozin, ‘Bressman,
and Taft (1974) .and Lundberg and Torneus (1978) tested
young children's recognition of the relationship be-
tween sound duration and number of graphemes. Poth
studies observed a poor understanding of the relation-

EL Y

ship between spoken and written words. -

Review of the Literature

Children's Conceptions of the Spoken and Written Word

Reid (1966') conducted an exploratory study with

twelve children five years of age in order to investi-

10



gate their\genéral level of concept formation wiih re-
gard to reading and writing. The children were indi-
vidually interviewed at three times throughout ‘their
first year of school with questions directed at gaining
understanding of the children's perceptions of reading.
During the initial interview it was apparent that the
children were unsure of the nature and function of
reading, had little knowledge of the relationship be-
tween reading and writing, and lacked the proper termi-
nology for describing the process and elements. For
example, the children often referred to letters as
"numbers,¥ and said that words were made up of "words."
As the year progressed the children's vocabulary of
linguistic terms increased. The results: of the second
and third interviews showed that these steps were not
quickly and easily taken. Reid observed:

The children groped towards the necessary order-

ing elements at varying speeds and with varying

degrees of success. Part of the success seemed

to depend (as one would expect) on whether or not

a child had at his disposal the vocabulary which

would help him grasp the various schemata which
even elementary discussion of language involves.

(p. 61)

Downing (1971-72) replicated Reid's study. The
purpose of Downing'slstudy was to explore the general
level of concept formation in five year olds with re-

gard to reading and writing. Like Reid, Downing con-

11



ducted loosely structured interviews with twelve chil-
dren at three times during their first year of school.
One interesting and significant variation in Downing's
study was an activity which required the\éhildren to

identify various auditory cues as either a "sound" or a
i
"word." The rauditory stimuli, which were tape recorded

and presented individually to each child, included non-

human sounds, phonemes, single words,._phrases, and sen-
H %]
tences. As the child heard each stimuli he was to re-

spond either "yes" or "no" when asked whether he heard

a sounnd or a word. The results revealed that most of

i

the children interviewed at the beginning of the school
vear confused the definitions of the terms "word" and
"sound." Surprisingly, many children identified the

non-human sounds, such as a bell ringing, as "words."

Children who displayed more correct understhnding

of the definition of "words" and "sounds," indicating

s [ 3

higher concept formation than the diﬁérs, continued to

develop at a faster rate. This Qﬁs evidenced by a dis-

play of more improvement in concept clarity during the
S
second and third phases of interviews than the other

children tested. Based on his and others' studies,
— = l

‘Downing theorized that there is a high correlation be-

tween cognitive clarity and reading success. Such a

theory has been stated formally by the researcher as

12



follows:

The task of mastering the skill of reading
poses a very complex problem to be solved by
the child. Thus the learning-to-read process
consists in a series of discoveries of solu-
tions to the sub-problems which constitute the
total complex problem of finding aut- how to read.
In other words, progress in literacy acquisition
is made by a series of cognitive restructurings
which result from the learner's probes made in

the course qf his search for solutions. Some-
times the new cognitive structure will be a cor-
rect solution, but at other times it will be in
error. As the child's attempted solutions approx-
imate more and more closely .to the reality of each
aspect of the reading process, so he will achieve
more and more cognitive clarityy. Therefore, ‘the
best measure of a child's progress in solving the
learning-to-read problem should- be his' degree: of
understanding of the nature of the task. Thus
cognitive clarity will be. correlated. most highly
with reading success, while failure in reading
will have its chief symptom :cognitive :confusian.
(p. 18)

Downing (1973-74) replicated his study employing
the "yes/no" game with a larger number of children and
with a wider age range (from 4.5 to 8.0 y;ars).h The
subjects were provided with both tho;ough introducti;n
to the study and practice sessions which simulated the
actual procedure of the experiment. The auditory stim-
uli presented consisted of abstract non-verbal}sounds
(e.g. dice rattling), identifiable real-life non-verbal
sounds (e.g. cat meowing), isolated phonemes, sylla-

bles, short words, long words, phrases, and sentences.

By presenting long and short words it was possible to

13



assess whether the cue word length was used by young
children in evaluating whether or not a group of spoken
sounds constituted a "word." A study by Pick, Unze,
Brownell, Drozdal, and Hopman (1978) revealed that
children visually identified written strings of letters
as words based on word length.

Many of the youngest children (ages 4.5 to 5.5
years) incorrectly identified the fentences, phonemes,
syllables, and non-verbal sounds as_words. The inter-
mediate group (ages 5.5 to 6.5 years) were the only
group to have signifiéantly fewer correct responses to
long words than to short words. The oldest group (ages
6.6 to 8.0 years) had a significant number of incorrect
responses to the isolated phonemes and syllablesj Sur-
prisingly, only one.of the fourteen oldest children re-
cognized that phonemes were not w;rds, and none of them
recognized that syllables were not words.

The results of this study tend to confirm previous
findings that young children do not have an adequate
concept of ‘what constitutes a spoken "word" (Downing,

#

1971-72, Reid, 1966). This study indicates that as
¥
children grow older their concept of the term "word"
improves. It cannot be concluded from this study
¢ ¥

whether this improvement in linguistic awareness is

attributed to developmental age, cognitive develop-

14



ment, or familiarity with the learning-to-read process.

Bowey, Tunmer, and Pratt (1984) criticized that
previous research may have confounded children's under-
standing of "word" with their requirement to carry out
dual classification tasks. These researchers simpli-
fied the tasks included in Downing's study for analyz-
ing children's discrimination betwe;n sounds and words
to insure its validity qith the preschoolers, first,
and second graders involved in the s{udy. While the
children in this research project performed better than
those in pre&ious studies, results indicated that pre-
school children experienced considerable difficulty in
correctly labeling words an% sounds and that there was
a gradual refinement of children's understanding of the
term "word" as they increased in age. The findings
also showed that children's performaﬁce on this aural
discrimination task was enh?nced by iraining at all
grade levels.

A study by Pick, et al. (1978) conducted with
children ages three to eight years of age assessed
their knowledge of the characteristics of printed
words. The children were shown diverse letter strings
and were asked whether each was a word. The letter

strings included actual words of varying lengths,

15



meaningful three letter initials (e.g. ABC, USA),
scrambled letters of varying lengths, and words with
misoriented letters (e.g. upside-down, backward). The
very youngest children accepted a high percentage of
all items as words with an exception of the single-
letter words. Thus, nursery school aged children were
inclined to define words as having multiple letters.
The kindergarteners indicated a knowledge of letters
having a correct orientation (position and direction on
the paper). Words were generally identified by kin-
dergarteners according to word length. The first
through third graders were much more sophisticated in
their methods of identifiéation. Meaning was used as
criterion for identifying words. For example, they
rejected pronounceable<non-word; and unfamiliar words.
They also rejected the three-letter sets of initials
more frequently than the younger children. The re-
searchers concluded that children do have, some accurate
knqwledge about the characteristics of printed words
before they begin to read.

In a project by Taylor, Blum and Logsdon (1986)
fourteen preschool teachers were trained to implement a
classroom envjronment where children could develop ini-
tial literacy concepts easily and naturally. The most

important goal of this project was to teach children

16



that written language is functional. A second goal was
to facilitate through-discovery understanding of the
concepts "word," "letter," and "sound." The classrooms
were rated by the researchers in relation to the degree
to which they appeared to be language- and print-rich.
The students from the classrooms where' the program was
implemented effectively outperformed the students from
the non-implementing classrooms on the total battery of
the Written Language Awareness Test and on the three
subtests: the Aural Word Boundaries Test, the -
Metalinguistic Interview Test, and the Rye-Rhinocerous
Test. The research concluded that a literacy-rich
environment and directed teaching will enhance the
metalinguistic skills of prereaders.

Children's Conceptions of Word Boundaries in Speech and
Print

Holden and MacGinite_(1972) conducted an experi-
ment which evaluated kindergarten children's concep-
tions of word boundaries in speech and print. Each of
the children received from twelve to twenty phrases or
short sentences to segment into words. The examiner
placed eight poker chips on the table and played a tape

.

recorded utterance. Each child was individually asked

to repeat the phrase or sentence and simultaneously tap

17



one poker chip for each word. As in the Ehri (1975)
study, Holden and MacGinite found the most common error
among the children was to compourid a function word with
the following contént word.

Fifty-seven of the original eighty-four children
who had participated in the "talking and tapping game"
also engaged in an experiment to test their conceptions
of the correspondence between segmented ‘'utterances and
their written versions. Following the auditory stimu-
lus each child proceeded in the tapping -ptrocédure as he
had in the previous experiment. This time, however, he
was al&o reéquired to éount the number of chigé'tappéd.
Then he was presented with four written forms of the
sentence (only one of which was segmented corréctly)
and asked to identify the correct sentence. The re-
sults of this study indicated thdt the sSubjeé¢ts were
quite unaware of the printing corivention. In the seg-
menfation exercises the children ‘seemed to be influ-
enced by the rhythmic structure of the utterance. The
researchers interprefed their findifigs:

Clearly, a first-grade teacher cannot take for

granted that children will understand her when

she talks about "words" and their printed rep-

resentation. Nor can she assume that the con-

cepts can be quickly and easily taught, girice
printed word units do not correspond to the way

the child thinks the utterance should be divided.
(p. 556)

18
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Leong and Haines (1978) also conducted a segmenta-

tion study involving a tapping task. Seventy-two
children in first, second, and third grades segmented
1] ks
words into syllables and syllables into phonemes by
tapping a wooden dowel on the table. Re;ults showed
that although there was a significant variation in
ability across each grade level to segment words into
syllables, there was an overall poor performance of all
groups in segmenting syllnges into sounds. Each of
the grade-levels also found it difficult to repeat the
high complexity sentences. The researchers summarized:
For many children, their awareness of words and
sentences is at the subsidiary level. Their ac-
quisition of verbal skills is facilitated if their
understanding is brought to the focal level. The
contemplation and manipulation of words and;sen-
tences...will go some way towards helping the
child in the learning to read. process. (p. 405)
Mickish. (1974) examined first grade children's
perceptions of written word boundaries after one year
of reading instruction. , The students were asked to
mark word bqundaries in a written sentence presented
with no spaces between words. The words contained in
the sentence were familiar to the students (Thecatand-
thedogplayball) and a- tape recording of the sentence

was played continuously while the students marked the

word boundaries. The data showed that many children

19



who had completed one year of reading instriaction
manifested little comprehension of what constitutes a
word and that words are bound by spacés. The study
also indicatéd that as the subjects became better
readers, they were more proficient at 'marking word

boundaries.

Children's Conceptions of the Relationship Between
Speech and Print ’

Rozin, Bressman and Taft (1974) developed the MOW-

-

MOTORCYCLE Test to determine whether children under-

stood the basic relationship between speech and writ-
: @ 7 -

ing. The study was conducted with children from kin-

dergarten to second grade (n=21§). Thirty-five sub-
jects attended a suburban kindergarten, while all other
subjects were selecteé from inner city urban schools.
The objective of the study was to test young students'
knowledge of sound-tracking by determining whether they
understood that longer words generally take longer to
say. The children were individually shown pairs of
long words (9-11 letters, e.g. MOTORCYCLE) and short
words (3-4 letters, e.g. MOW). Each of the word pairs
shared the same initial letteri and both words were

]

printed on one card. Half of the cards presented the

£

longer word on top and half of them listed the shorter

20



word first. Also, half of the directions required the
child to identify the longer word, while half focusedf
on the shorter word. For each pair, each word was read
by the examiner (é.g. q"One of these &ords is MOW. the
other is MOTORCYCLE") and then the chi;d was asked
which written word corresponded with‘ohe of the spoken
words (e.g. "Which word is MOW?"). In most instances
the child was asked to repeat the target word before
identif}gng it on the wo;a card. The child would then
point to the corresponding word.

Following the set of eight such word pairs, the
exami;er briefly interviewed the child to determine how
he made his choices. If the child ressonded "because
it was long;r" or "}t was shorter" credit was not given
for understanding of the association between the spoken
and printed word. A correct response was given when a
child gavé some explanation that there was a relation-
ship between the word's written and spoken length.

In order to exclude the possibility of the letters
themselves becoming a distraction by students trying to
decode the words rather than focusing on word length.
fifty-two of the students were give; a box-test.

Rather than being presented with typed word pairs on

index cards, the words were formed with plastic move-

able letters placed in boxes. Long words were placed

21



in the longer box, while short words were placed in the
shorter box. The children only viewed the letters of
the sample word pair. After the practice session, the
words were formed within the boxes, and the covers were
placed on them. The examiner then told the child the
two words and asked him to point to the box containing
the target word. The word pairs were presented in the
same order as in the wor&-test.

There was no significant difference between the
responses on the word-test and the box-test., indicating
that the concept "word length" was accurately measured
by the word-test method and that the students were not
distracted by the letters on the cards. This suggests
that the MOW-MOTORCYCLE word-test is a valid instrument
for measuring a child's concept of the correspondence
between written and spoken word length.

The researchers had established two criteria for
evaluating the subjects' résponses on the test. Chil-
dren met the strict criterion when they correctly re-

¢ ~
sponded to seven or eight of the word pairs. The weak

criterion was met when six or more correct responses

were given. Very few students met the strict criteri-
- . . Y

on. The group with the highest percentage in both the

weak and strict criterion groups was the urban second

22



grade, with a mean score of 7.20. The other groups who
had a significant percentage of responses meeting the
weak criterion were the suburban kindergarten and urban
post-first grade groups. While 43% of the suburban
kindergarteners met the strict criterion. very few
urban kindergarteners did (8% and 11%). Furthermore,
the scores improved from kindergarten ‘through second
grade, indicating that either understanding of the
speech-print concept is developmental in nature--is
acquired as reading skills are learned--or is an
interaction of the two (Ehri, 1975).

Lundberg and Torneus (1978) conducted a precisely

) !

-

constructed study similar to the MOW-MOTQRCYCLE Test.
in which children's recognition of the relationship
between sound duration and number of graphemes was
tested. This research (Lundberg and Torneus, 1978) was
conducted with one hundred non-readers in Sweden. Be-
cause formal reading instruction in Sweden is introduc-
ed at a later age, the experimentérs were able to eval-
uate the linguistic ability of nonreaders from four
years to seven years of age. Since the subjects had
not yet received reading instruction and therefore had
not been influenced by the process of learning to read.
their developmental’ linguistic abilities have been very

e

accurately examined in this study.
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As in the MOW-MOTORCYCLE Test the children were
presented with word:pai;s containing one long word and
one short word. A main experimental variable introduc-
ed in this study was the altering of the relationship
between the number of eraphemes and the size of the de-
noted object (semantic congruence). The seventy-two
word pairs were categorized by the researchers as being
either semantically congruent, neutral, or incongruent.
The word pairs qualified as being congruent if there
was a similarity betwéén the length of the word and the
sige of the object, for ;xample "arm-ambulance" (arm-
ambulans), where the short word denoted a small objpct
and the long word represented a large obiject. A neu-
tral relationship existed in a word pair when the two
words represen}ed objects of approximately the same
size. The word pairs were considered incongruent when
there was a direct contrast between the length of the
word and the size of the object, for example, "pine-
tennis racket" (tall-tennisracket), where the short
word denoted the larger object. This countersuggestive
condition was included in order to reveal the chil-
dren's semantic strategies, to determine whether they
relied on semantic cues rather than focusing on the

auditory and printed length of the words. The re-
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searchers theorized that the probability of making a
correct choice would increase when the words were se-
mantically congruent. Therefore, in an incongruent
word pair a correct selection would require an atten-
tion shift from semantics to a focus on the formal
properties. The incongruent word pairs more precisely
evaluated the subjects' abilities to identify a word
based solely on auditory duration and grapheme length.

As hypothesized, the children in all age groups
made the correct word selection most often when the
word pairs were semantically congruent, indicating that
reliance was placed on the meaning of the words. The
mean proportion of correct responses was lowest with
the incongruent words for all age levels. These re-
sults imply that allrage groups tested’(ages 4-7) had
utilized semantic cues in their selections.

Some of the long words used in this study were
compound words. Pairs containing a compounded long
word had a significantly higher proportion of correct
choices than pairs with non-compounds as long words
(Lundberg and To}neus, 1978). Compound words are pro-
bably easier to analyze into parts, which might empha-
size the impression of length.

Lundberg and Torneus alsq systematically varied

the vowel duration of the word pairs since it was sus-
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pected that the vowel duration, especially in initial

or stressed parts of a word. would affect the subjec-

tive impression of word length. The, word. pairs: were

labelled either congruent, neutral, or incongruent _in

reference: to vowel duration (long or :short vowel

sounds) of the words within each pair. The results of

this study revealed no significant influence of vowel

duration on the recognition of the relationship between

‘word duration and number of graphemes--

The researchers questioned the -children--periodic-

ally throughout the testing procedure about their

reasons for making their word chaices. .The responses

were categorized by age ‘level as follows:

Explanations indicating ‘proper understanding
(e.g., "Pine sounds shorter than tennisracket.
so that must be 'pine'." pointing at the word
'pine').

Explanations referring to letter utilization
(e.g., "The last sound in ball is 'l' and the
last letter in that word 'is '1'").

Explanations referring to object size (e.g., "A
cat is smaller than a carousel").

Explanations referring to temporal-spatial-
order relationship (e.g.. "You always read the
upper word first").

Ambiguous explanations (e.g., "Because that
-word is smaller").

Irrelevant or no explanations (e.g.. "My finger

wants to point at that word"” or "I don't
know"). (p. 410)
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The overall results of this stidy revealed an
increase in linguistic awareness with age, yet only
eighteen of the entire group of one-hundred children
demonstrated a full understanding of ‘the sound ortho-
graphy principle, "indicated by a strict criterion of
90% of correct responses. The selection behavior of
the youngest group of children was characterized by a
complete lack of connection between ‘the target word and
choice. The five year old children were better able to
explain their choices:,, although often their selections
were incorrect. The six year olds often relied on se-
mantic cues and described this strategy in their expla-
nations. Quite a few children in the oldest group
(seven years of age) manifested poor conceptualizations
of the basic relatidhship between sound duration ‘and
number of graphemes.

The Correlation Between Metalinpguistic Ability and
Reading Achievement

Downing (1971-72) recognized a high correlation
between cognitive clarity and reading success. His re-
searcﬁlrevealed that children who are aware of their
abilities to manipulate language had greater success in
the iearning—to-read process than those who manifested

cognitive confusion. This theory was supported by the
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findings in a segmentation study by Leong and Haines
(1978). These researchers concluded thatf "The contem-
plation and manipulation of words and sentences... will
go some way towards helpineg the child in the learning
to read process" (p. 405). Other studies (Ehri. 1975)
have been directed at identifying the correlation be-
tween metalinguistic awareness and reading achievement.
The intention of Ehri's study (19753 was to seek
evidence that learning to read'brings about a major
change in a child's metafinguistic knowl edce, speci}i-
cally his awareness of lexical constituents of speech.
Ehri tested thirty-five children with ages rangineg from
4.4 years to 7.8 years of age at the end of the school
year. The various tasks employed aimed at identifyine
the metalinguistic skills of each child. Task One re-
quired the subject to use‘a given word in a sentence.
Task Two was a sentence segmentation activity. in wﬂich
the children segmented verbally presented sentences in-
to syllables and words by tapping and laying down
chips. JSenfences in the third task were also presented
vergally to the child, but in this activity the exam-
iner engaged the uge of a puppet. The examine; said a
sentence. then thé "puppet"”" repeated the sentence with

a change in it. The purpose of Task Three was to de-

]
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termine if a child could identify the change in the
sentence (e.g. a misplaced or changed word). In Task
Four the children listened for a particular syllable
embedded in a word within a spoken sentence. The fifth
task measured reading ability. The results from Task
Five wereé used to separate the readers from the pre-
reéaders for comparison purposes.

The results of this study showed that beginning
readers were more successful than prereaders in-recog-
nizing-isolated words and embedding them in sentences
or phrases. The preredders displayed semantic errdrs
and confusion between words and syllables. The segmen-
tation task revealed that readers were moré successful
at analyzing sentences according to words and syllables
than -either preschoolers or kindergarteners.

Prereaders were observed to omit many more marks
for function rather than content words. 'Thete was also
evident confusion between word and syllable analysis
among ‘prereaders. On Task Three the results indicated
that readers were superior to prereaders in their
ability to compare gentenc¢es in terms of the words
which distinguish them. The worfd selection task in
which the subjects tderitified syllables embedded in
words within sentences revealed that readers and

prereaders focus on the beginning sounds of words in
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their analysis. Ehri stated:

These findings combine to suggest that readers.,
in contrast to prereaders, possess substantial
conscious awareness of lexical as well as syl-
labic constituents of speech, and that readers'
knowledge of function words is especially advanc-
ed relative to that of prereaders. (p. 211)

Ehri suggested that the differences in metalin-
guistic abili;y between readers and preréaders is re-
lated to the child's experience with printed correlates
of spoken forms and learning how speech is represented
in print. Learning to read, which often occurs around
age seven, seems to sharpen children's lexical aware-
ness. Prior to first grade children encounter little
need to focus on the printed word. In a linguistically

rich environment where children's attention is directed

¥

to the printed word daily, an understanding of lexical

units may develop. Extensive research has led Ehri to

. 3

conclude that an early implicit concept of the correla-
vy
tion between print and speech may result in a conscious

t F

awareness of lexical units at a much earlier age. Ehri

L

summarized this theory as follows:
i F

In the interpretation given the results of the
present study, it is atsserted that the léexical
constituents of language are known implicitly by
the child as a-consequence of his-+linguistic com-
petence and that exposure to printed language
brings these units to awarenéess and etnables the
child to analyze and reflect upon the components
of his speech. (p. 211)
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In an extensive review of research, Gibb and
Randall (1988) concluded that there is a strong corre-
lation between grapheme-phoneme correspondence and
reading success. They analyzed indiv{dual phoneme seg-

ments embedded within words. rather than whole words

and their corresponding sounds. Their research indi-
cated that this metalinguistic concept is ﬁecessary for
learning to read, that it is developmenthl,band that it
can be taught. The researchers concluded:

The evidence shows that phonemic awareness bears
a significant relationship to the acquisition of
reading. There is, then., a case to be made for
the explicit training of phonemic awareness as a
pre-reading skill. so that some level of insight
can be established before the potentially confus-
ing grapheme is introduced. (p. 140) '

A study conducted by Ryan. McNamara, and Kenney
¥
(1977) revealed that performance on all linguistic
awareness tasks. except Word Tapping, reflected greater

linguistic abilities in better readers and lower lin-

-

guistié abilities in poor readers. The results of

. y !

first and second graders on the linguistic awareness
activities were quite similar to those of older remedi-

o+ A 1
al reading students. This indicates that a slow devel-

*
o

opment of linguistic awareness sﬁillslmay be correlated
L I »
to a delay in the development of reading skills.

The linguistic and reading abilities of avérage
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and poor readers were also compared in a study by Huba
and Kontos (1985). Second grade average #nd poor read-
ers were administered the Print Awareness Test develop-
ed by Marie Clay and a modified MOW-MOTORCYCLE Test.
Results on these tests revealed a correlation between
metalinguistic ability and reading achievement. al-
though it was reported that scores Jére slightly influ-
enced by the students' socioeconomic status. The poor
readers had obtained statistically significant lower
scores on the Print Awareness Test. There was a small
mean difference between the two groups on the MOW-
MOTORCYCLE Test.

L .
Ganople (1987) investigated the development of

]

word consciousness prior to first grade and the rela-

~

tionship between word consciousness and reading abili-

ty. Results of this study showed that both reading
level and age do contribute signif{cantly to the pre-
diction of performance on the word concept measure.
These findings strongly support the developmental na-
ture of the concept of the word. ;lthough distinct
stages of development have not been identified.
Segmentation abilities and their relationship to

reading achievement has been investigated. The re-

searcher, Allan (1982), summarized the results of this

study as follows:
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The results of the investigation into children's
segmentation ability support the inference that
children with increasing reading abilities exhibit
increasing proficiency in their ability to segment
words in the aural and visual contexts. (p. 91)

Bialystok (1988) examined two metalinguistic skill

components for their relative contribution to reading

comprehension. The two processing components were

identified as analysis of knowledege and control of lin-

guistic processes. Analysis of knowledge is the skill

x

component responsible for structuring. organizing. and
explicating the child's implicit knowledge of lapguage.
It was theorized by Bialystok that children's kn;wledge
of language moves from implicit. to explicit but not

H

conscious, and finally. to explicit and‘able to be re-

i

flected upon. Some examples of metalincuistic analysis

3

of language are correcting sentences,‘segmenting text.
and producing responses to fit categ;ries. such as
rhyme or synonym.

Control of linguistic processing is the skill com-
ponent through which information is selected and inte-

'

grated for a response. An example of this skill is the
ability to adjust strategies according to the linguis-
tic input, such as varying readéng strategies for dif-

ferent forms of text. Counting the number of words in

a sentence is also an example of linguistic control be-

33



cause attention is focused on the separate words rather

than on the meaning.

The metalinguistic tests administered were oral
tests of linguistic»sensitivity and involved no reading
or printed material. The subjects were also given a
standardized measure of reading comprehension. Results
of this study show that the level of reading comprehen-
sion could be predicted by the level of the child's
metalinguistic analysis of language.

Bowey and Patel (1988) challenged the findings of
Bialystok's study., arguing that metalinguistic skill
does not predict reading achievement independent of
general language ability. Since the general language
ability of the subjects were statistically controlled
in this study, the independent metalinguistic skills
did not powerfully predict reading achievement. partic-
ularly reading comprehension. The researchers did find
a correlation between syntactic awareness and.word de-
coding. Therefore., metalinguistic skills. when recog-
nized as an element of general language abilitv, are
related to reading achievement.

The unanswered question remains: Does metalin-
guistic ability facilitate the learning-to-read pro-
cess? Does the learning-to-read process enhance meta-

linguistic awareness? Or, is there a natural inter-
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action between the two, allowing both to develop con-
currently? Metalinguistic skills may be facilitative.
consequential. or correlative. The practical appli-
cation is that metalinguistic awareness and reading are
related, that children gain metalinguistic understand-
ing gradually, and that metalinguistic skills can be

taught prior to formal reading instruction.
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Chapter III
Research Design

Purpose

The purpose of this study is to explore and docu-
ment the development of young children's conceptions of
the correspondence between the auditory duration and

grapheme length of a word.

Hypothesis

It is hypothesized that children's conceptions of
the correlation between the auditory duration and
grapheme length of a word is developed and will in-
crease with age and that there will be a statistically
significant difference between the metalinguistig abil-

ities of children who have not received formal reading

instruction and those who have.

Design of .the Study

t

The subjects were comprised of preschoolers
(n=26), kindergarteners (n=40), and first graders
(n=34) from private suburban schools located in western

New York State.

The materials needed for this study included
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twenty-one word pair cards comprised of pseudowords and

words generally not present in young children's vocab-
s b

ularies (see Appendix A). Unfamiliar words have been
used in order to prevent the use of semantics in their

word selections. In order to avoid the use of decoding

»

skills each word pair had the same initial and ending
letters. Spelling of the words had been modified so

the pairs appeared graphically similar. Each word was
i

3

typed in upper case letters in order to maintain their

3 i

uniform appearance. The words have been typed one
LONE SR

above the other on the upper left hand corner of an

unruled index card.

>

Twenty cards were used for testing and one card
: * I3 4 " h?t:“ H E

was used for demonstration. Each word pair included

one long word and one shor; word. Ten cards displayed
the long word on top and ten cards p;;sented the short
word 02 top. The lohg words contained seven to eleven
graphemes and consisted of three or more syllables.
Compound words were not employed because research sug-
gests that they appear to be easier to analyze into
parts, which might emphasize the impression of length
(Luhdberg anq gorneus, 1978). The short words contain-
ed three to four graphemes and were monosyllabic.

A chart for recording the students' explanations

* g

of word choices was also needed. The chart was for the
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examiner's use only. (See Appendix B)

Each student was indi;idually tested ;t the end of
the school year. The examiner explained the procedure
to each child, using the sample word pair. In the dem-
onstration the examiner explained, "Each card will have
two words on it. They are nonsense wordé so don't try
to figure out what they mean. I will read both words.
Sometimes I will read the word on top first. Sometimes
I will read the word on the bottom first (pointing at
each word). Then I will ask you to point to on; of the
words on the card." During the demonstration the child
was corrected if he choseathe wrong word. During the

'

actual testing, however, the examiner responded to both

correct and incorrect answers with encouraging comments

%
- 13

such as, "ok," and,‘"you're doing fine."

During the testing activity the child was required
-
to find the long word one-half of the time and the

s &
short word one-half of the time. Also, the location of
¢ v e !
the target word on the card was counterbalanced. One-
1

"

half of the time the target word was on the top of the

card and one-half of the time it was located underneath
”! - a4 h

the first word. The examiner read both words, then

asked the child to point to the target word. The ;ords

ki ]
were presented in the same order to each child tested.
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Periodically during the testing session, the researcher
asked each child to explain how he made his choices.
Each child's explanation was recorded on the chart
listing the categories of explanations (see Appendix

B) If a child initially responded that he didn't know
how he made his choices, but later was able to produce

the explanation, the latter explanation was recorded.
Summar

The purpose of this study was to analyze the de-
velopment of one specific metalinguistic skill--
comprehension of the correspondence between auditory
duration and grapheme length. The three grade levels
which have been evaluated are four year old preschool-
ers, kindergarteners, and first graders.

Students were examined individually by this re-
searcher at the end of the school year. Each child was
presented with twenty word pairs. Each word pair con-
tained one long word and one short word. The test was
designed to initiate a response based on word length
rather than reliance on semantic or phonetic cues.
Each student was asked to give an explanation for his
responses. The results have been analyzed to compare
responses of individuals within each age group. The

mean scores of each group have been analyzed to identi-
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fy if there is a statistically significant difference

between age groups.

%
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Chapter 1V

Analysis of Data

Purpose

The purpose of this study is to explore and docu-
ment the development of young children's conceptions of
the correspondence between the auditory duration and

grapheme length of a word.

Findings

-

The preschool group (n=26) consisted of students
with ag;s ranging from 4.0 to 5.42 years. The mean age
was 4.71 years. The mean number of correct responses
for theigroup totalled 11.6, w;th QZOres ranging from
seven to twe;ty. Three students (12%) obtained a score
of 90% or above. Of thése students who met the strict
criterion one student provided ancambiguous explanation
for his wor& choices, stating, "Because it was little."
One‘;t;dent (with a score of eighteen) answered the

*

sample question incorrectly. His word choices improved
as the examination proceeded. When asked how he made
his word choices, he referred to letter utilization.

The third student who met the strict criterion obtained

a perfect score of twenty, yet when asked to explain
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how she made her word choices she responded, "I don't
know."

Twenty-three of the preschoolers (88%) obtained
scores lower than 90%¥. Two of those students provided
explanations related to word length, but not indicating
a complete understanding of the speech-print relation-
ship. One student (with a score of ten) provided an
explanation referring to the words' temporal-spatial-
order‘relationship. The remaining twenty students pr?-
vided no relevant explanation. Some responses were, "I
guessed," "Because I know everything on the cagds," S |

s

just think real hard," "I'm a clever boy," "Mom teached
P - -

me," and the majority responded, "I don't know.

None
of the preschoolers provided exg}anations indicating an
understanding of the corresponden;e between auditory
duration and grapheme length.

The kindergarten classes (n=40) had an age range
of 5.42 years to 7.25 years with a mean age of 6.18.
The mean number of correct responses for the group to-
talled 17.95. The range of responses was eight t?
twenty. Twenty-four of the forty students obtgined a
perfect score of twenty. A total of thirty stu&ents

(75%) met the strict criterion of 90% correct respons-

es.

Of the thirty students who met the strict criteri-
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on by answering at least eighteen questions correctly,

N

only seven were able to accurately verbalize reasons
for making their word choices, indicating an under-

standing of the speech-print relationship.  These
- ? -
students were able to express that longer words took

longer to say and that they appeared longer in print.

3 +

One student mentioned that there are two "sounds"
(syllables) in the long words and only one "sound" in

the short words. Twelve of those students meeting the

*

strict criterion provided ambiguous explanations. Each

of those students described the length of the words in

- o

their explanations, but were unable to verbalize under-
§ %

standing of the relationship between éuditory length

™y e ¥

and grapheme length. For example, one siudent stated,
Ea *

"One word is short, and one word is long." Another stu-

oy .

dent responded, "Because it's a long word."

i
Two of the students meeting the strict criterion

provided more than one explanation for their word
S
choices. In both instances the students made word

£

choices according to the sound orthography principle

-

and decoding strategiéé. Nine students who had at

least 90% correct word choices were unable to provide

any relevant explanations for the choices made. Some

responses by these students were, "I know how to read,"
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"I just think," "I'm smart," "I have a mind," and "I

]

don't know."

Of the thirty kindergarten students who obtained a
£
score of at least 90% on the Speech-Print Matching

Test, seven were able to accurately describe the
3
speech-print relationship, twelve provided ambiguous

explanations, two employed more than one strategy in
making their word choices, and nine were unable to
describe their strategies.

The remaining ten students (25%) who had fallen
beiow the ;trict criterion provided various explana-

tions. One student, who received a total score of only

*

eleven, was able to accurately describe the cofrespond-
ence between the auditory length of the words and their

grapheme length. One student (with a score of sixteen)

gave an explanation referring to letter utilization

(ie., "It has no 'n' in it"). One student employed
more than one strategy, and seve; :tudents were unable
to‘provide relevant explanations foi their choices. '
Thé first grade classes (n=34)wéonsisted of stu-
dents with ages ranging from 6.42 year; to 8.42 yea}s.
The mean age wasl7.33 years. The mean nu;ber oincor-
rect‘responses for the group totalled 19?62, with
scores ranging from sixteen to twenty. Thirty-two

-

students (94%) met the strict criterion, while only two
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students failed to achieve a score of 90%. Twelve of
the students (35%) who met the strict criterion pro-
vided explanations indicating proper understanding of
the speech-print relationship. One student explained,
"The one that sounds longest is longer on the card."
Another student described the relationship in this way,
"I listen to see which is longer, then I find the long-
er word on the card."

Fifteen students (44%) gave ambiguous explanations
which referred to word length, but did not identify the
association between auditory duration and grapheme
length. Some examples of ambiguous responses were,
"It's longer--you can hear it and count it in your
head," "Because it has more 'words' (meaning letters),"
"Little words are little, big words are big," and "Long
ones have long words, short ones have short words."

Two students provided explanations referring to
letter utilization. Two students (with scores of 20)
gave explanations referring to the words' temporal-
spatial-order relationship, such as, "It's on the top."
Another student (with a score of twenty) "was unable to
provide any explanation for how he made his word )
choice. He stated, "I just guessed:" e

Of the two first grade students who failed to meet

.
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the strict criterion one student referred to temporal-
spatial-order relationships in his explanations, and
the other student provided an irrelevant explanation,
"Because I look ;t it."

Thirty-two of the thirty-four first graders (94%)
chose the correct words on the Speech-Print Match Test
90% of the time. Of those students, twelve were able
to provide very clear explanations indicating proper
understanding of the correspondence between the audi-
tory duration and grapheme length of words; The two
students who did not meet the strict criterion pro-
vided irrelevant explanations for their word choices.

In summary, twelve percent of the preschoolers,
seventy-five percent of the kindergarteners, and
ninety-four percent ‘of the first graders met the strict
ciriterion on the Speech-Print Matching Test. None of
the preschoélers provided accurate explanations indi-
cating an understanding of the speech-print relation-
ship. Twenty percent of the kindergarteners and
thirty-five percent of the first graders provided ex-
planations indicating a clear understanding of the con-
cept. Ambiguous explanations were provided by twelve
percent of the preschoolers, thirty percent of the
kindergarteners and forty-five percent of the first

graders. Irrelevant and multiple explanations were

46



given by eighty-eight percent of the preschoolers,
fifty percent of the kindergarteners and twenty-one

percent of the first graders. (See Appendix C)

Analysis and Interpretation of Hypothesis

Statistical Anslysis

The Null Hypothesis states that there will be no
statistically significant difference in the mean scores
of the preschool, kindergarten, and first grade groups

M

when tested at the 95% confidence level. An analysis

2 IR

of variance was calculated to determine if there was an

El

overall statistically significant group differenf:e.r
Since the "F" required for 2 and 97 degse;s of freedom
at the 95% confidence level is 3.93 and since the "F"
obtained is 66.21, the Null Hypothesis is rejected, and
we can conclude that there is an overall statistically
significant group difference. (See Appendix D)

A T-Test of significance was applied to the dif-
ference in the observed means for the three treatment
groups. For 97 degrees of freedom, the smallest "T"
which is significant at the 95% confidence level is

r

2.00. The T-Test based on the mean square for within-

treatment groups determined the critical difference be-

tween means to be a critical value of 1.54.
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Since the criticai value is 1.54, and the differ-
ence in preschool and kindergarten means is 6.33, the
Null Hypothesis is rejected, and we can conclude that
there is a statistically significant difference between
the preschoo{ and kindergarten means.

Since the critical value is 1.54, and the differ-
ence in kindergarten and first grade means is 1.67, the
Null Hypothesis is rejected, and we can conclude that
there iz a statistically significant difference between
the kindergarten and first grade means.

Since the critical value is 1.54, and the differ-
ence in preschool and firstggrade means is 8.00, the
Null Hypothesis is rejected and we can conclude that

‘

there iz a statistically significant difference between

the preschool and first grade means. (See Appendix E)

Word Selection Strategies

[3

An analysis of word selection behaviors and expla-
#
nations of the students was made to determine which

strategie;'were employed by the students at each grade
level on th; Speech-Print M;tching Test. The pre-
schoolers' word choice strategies were characterized by
a lack of coﬁnection between the target word and

choice. Eighty-eight percent of the preschool students
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were unable to provide any relevant explanation for
their word choices. Most of the preschool students
responded that they didn't know how they had made their
word selectiéns. There was little pattern to their
choices. S;me students consistently chose the longest
word. Some consistently pointed to the top or bottom
word, while others alternated between the top and bot-
tom words. Twelve percent of the students provided am-
biguous explanations, indicating a vague concept of the
task.

The kindergarten children's word sélection strate-
gies involved more focus and direction than the pre-
schoolers. This was reflected in their}mean score of
17.95. Twenty percent of the students provided very
accurate explanations which indicated proper under-
standing of the speech-printwrelationship. Thirty
p;rcent of the students indicated some understanding of
a relationship of word length, but did not adequately
explain the speech-;rint relationship. Fifty percent

of the*kfndergarten students had at least implicit

knowledge of the concept. It was apparent during the

[ Y

testing that many kindergarteners attained the concept
through practice while proceeding in the examination.
Many of the kindergarteners lacked the proper terminol-

ogy for describing words, often referring to words and
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letters as "numbers," and described words as being made
up of "words."

The first g;aders were much more sophisticated in
their word selections and explanations. Ninety-four
percent of the students achieved a score of 90% or
above. Thi;ty—five percent of the first graders were
able to accurately describe the speech-print relation-
ship. Another forty-four percent provided explanations
which approximated accurate explanations, 6ut did not
fully describe the correspondence between the auditory
duration and grapheme length. Therefore, the majority
of firét'graders (79%) had at least implicit knowledge
of the speech-print relationship. The first graders
lacked thé proper terminology for describing words and
their functions. They referred to letters and sylla-:
bles as "words."

In summary, -the explanations of the preschoolers
were char;cterized by a lack of ability to verbalize
any strategies for making their word choices. The,
kindergartene;g manifested focus and direction, to their
word s;;ection cggices. The majority of kinderg;rten-
ers attempted to ;Povide ex;lanations {?r{thejr word
choices. Most of their explanations indicated a vague

understanding of the concept. Their lack of skill in
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using proper terminology inhibited the accuracy of
their explanations. \

The first graders were more systematic in their
word choices and better able to verbalize their expla-
nations. The majority of the first graders gave vague,
ambiguous explanations which referred to word length,
but not accurately describing the speech-print concept.

Their lack of skill in using proper terminology also

inhibited the accuracy of their explanations.

Undersfanding of the Concept

The explanations at the preschool level did not
reflect an understanding of the relationship between
sound duration and number of graphemes in a word.

Fifty percent of the kindergarteners provided explana-
tions referring to word length. Twenty percent of that
group provided accurate explanationsfof the concept.
The majority of first graders (79%) gave explanations
indicating at least an implicit knowledge of the con-
cept. It is possible that many of the kindergarten and
first grade students had an explicit knowledge of the
concept, but did not hﬁve the verbal skills or techni-

cal vocabulary to describe their understanding of it.
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Individual Differences

There were significant individual differences in
metalinguistic abilities among children within each
grade level. The preschool scores ranged from seven to
twenty. The significant difference in this group ap-
plied to those students obtaining scores meeting the
strict criterion of 90%. Only three students met the
criterion.

The range of scores for the kindergarten group was
eight to twenty, representing significant individual
differences among the subjects. One student, with a
score of only eleven, provided a very clear explanation
of the speech-print relationship. In contrast, eight
students with scores at or above eighteen did not pro-
vide any relevant explanation for their word choices.
Therefore, the kindergarteners' word selections did not
correspond with their explanations of the concept eval-
uated.

There were fewer individual differences among the
first graders. Their differences appeared in the vari-
ety of explanations rather than in their scores.
Thirty-five percent provided accurate explanations,
forty-four percent gave ambiguous explanations, and

twenty-one percent were unable to produce a single,
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relevant explanation for their word choices.

Summarry

There was an increase in metalinguistic ability
with each grade level. There was a statistically sig-
nificant difference between the mean scores of each
grade. The smallest difference occurred between the
kindergarten and first grade means. The greatest dif-
ference occurred between the preschool and first grade
means. The ability to provide accurate explanations

for their word choices also increased with each grade.
¢

2
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Chapter V

Conclusions and Implications

ELII‘EOSE

st

The purpose of this study is to explore and docu-
ment the development of young children's conceptions of
the correspondence between the auditory duration and

erapheme length of a word.

Conclusions

It can be concluded from the results of this study
that understanding of the correspondence between the
auditory duration and grapheme length of a word is
developmental and can be enhanced by direct reading
instructionh. The achievement scores on the Speech-
Print Matphipg Test increased significantly with each
grade level, the greatest difference occurring between
preschool and kindergarten. Beginnipg readers were
much more proficient than prereaders in their word se-
lections. The word selection behaviors of the pre-
'schooleqs were characterized by a total lack of connec-

e

tion between the target word and choice, which indica-
Y
ted little concept of the printing convention. The

kindergarteners and first graders were more systematic
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in their word choices. They recognized a relationship
between spoken and written word lengths and;the pres-
ence of syllables in the long words.

This study supports previous findings that the
process of learning to read raises children's awareness
of language (Ehri, 1975; Reid, 1966;MR;zin, Bressman
and Taft, 1974). The students at ea;h g;ade level
manifested cognitive confusion, described by Downing
(1971-72), as indicated by their irrelevant explana-
tions for their word choices. The children ;t each
"level also lacked the proper terminology to describe
words and their functions. This inability decreased
with age, clarity of thought and speech becoming more

Fl

evident in the older students.

Implications for Classroom Practice ’

The results of this study show that prereaders do
not recognize the correlation between speech and print.
A literacy-rich environment should be provided by
teachers of prereaders and beginning readers in order
to raise their awareness of print. Taylor, Blum, and
Logsdon (1986) also concluded from tﬂeir research that
a literacy-rich environment and directed teaching will

enhance the metalinguistic skills of prereaders. Ehri

(1975) had suggested that the difference in meatalin-
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guistic ability between readers and prereaders is re-
lated to the child's experience with printed correlates
of spoken forms and learning how speech is represented
in print.

Students engaged in the Speech-Print Matching test
often chose the wrong word on the sam?le card, and
after being corrected only once, focused on the quali-
ties of the words and attained the concept during the
testing procedure. This supports research by Bowey,
Tunmer, and Pratt (1984) which stated that children's
performance is enhancedjby training at all grade
levels.

Instruction in language awareness should include
teaching the proper terminology associated with lan-

guage, such as, "words," "letters," and "syllables."
Leong and Haines (1978) had theorized that awareness of
words is at the subsidiary level and ;hat their acqui-
sition of verbal skills is facilitated if understanding
is biought to the focal level.

Morris (1981) recommended several activities for
ig; teaching and enhancing of the concept of a word.
Memorization and repetitive reading o{‘familiar nursery

rhymes while the teacher models finger-pointing will

encourage children to focus on the auditory-grapheme
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relationship. Morris also listed behaviors that teach-
ers can assess in their students which indicate their
level of word concept. This sequence of behavior as-
sessment may also be applied to "shared-book experi-
ences" which are often an integral part of the whole
language curriculum. Dictated experience stories also
provide a useful medium for observing early reading be-
haviors. Emphasis in reading instruction should focus
the child's attention on whole words within the context
of the story rather than on individual phonemes which
fragment words. This linguistic instruction would give
children a better chance of inferring that the rela-

tionships between speech and print are ordered and sys-

tematic, thus enhancing their reading development.

Implications for Research

Different approaches to this study might be inves-
tigated. A study could assess the development of un-
derstanding the correspondence between auditory dura-
tion and grapheme length with groups of children from
two different socioeconomic areas. Results of that
study would show the affects of environment on the
metalinguistic abilities of children.

Another study which might be conducted is to com-

pare beginning readers' scores on the Speech-Print
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Matching Test with their achievement scores on a read-
ing assessment. Results would measure the correlation

of this metalinguistic skill with reading progress.

Summary

The ability to recognize the correspondence be-
tween auditory duration and grapheme length is develop-
mental and enhanced by direct reading instruction.
Development of linguistic abilities in young children
may be facilitated providing a literacy-rich environ-
ment and direct teaching. The refinement of metalin-
guistic awareness will result in further growth in

reading.
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APPENDI

A

WORD LIST FOR THE SPEECH-PRINT MATCHING TEST

A.

10.

DYNE

DYNANINE (sample)

CREE 11.
CONFEREE

QUADRILOD 12.
QUAD

EYTE 13.
ERYTHROCYTE

SARDONARD 14.
SARD

PRONEPHROS 15.
PROS

PIEDINIED 16.
PI1ED

DRAF 17.
DRAMILAF

EFT 18.
EFFELLECT

PHOSPHORLOT 19.
PHOT

WROLEREN 20.

WREN

ETCH
ETHELETCH

OMM
OMMATLDIUM

DYS
DYSINTHIS

HYLOISM
HYSM

FEUD
FENILEUD

ERG
ERINBURG

SOLINOID
SOID

LYTE
LYTONITE

SKENNEREW
SKEW

PALINDROME
POME
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CHART FOR RECORDING STUDENT EXPLANATIONS

1.)

2.)

'3.)

4.)

5.)

6.)

Explanations indicating proper understanding

(e.g., "TUP sounds shorter than TULLERUP, so that

must be 'TUP', pointing at the word 'TUP').

Ambiguous explanations (e.g., "Because that word

is smaller").

-

Explanations referring to letter.utilization
(e.g., The last sound in GALL is 'l' and the last

letter in that word is '1'").

Explanations referring to temporal-spatial-order
relationship (e.g., "You always read the upper

word first").

Irrelevant or no explanation (e.g., "My finger

wants to point at that word"” or "I don’'t know").

Uses more than one strategy listed above.

%



APPENDIX C
RECORD OF RESPONSES
GRADE
PRESCHOOL KINDER. FIRST

N = 26 40 34

MEAN AGE 4.71 6£.18 7.33

RANGE OF

SCORES 7-20 8-20 16-20

MEAN SCORE 11.60 17..95 19.62

# MEETING

90% CRITERION 3 30 32

% MEETING

90% CRITERION 12 75 94

# of ACCURATE

EXPLANATIONS 0 8 12

% of ACCURATE

EXPLANATIONS 0 20 35

# of AMBIGUOUS

EXPLANATIONS 3 12 15

¥ of AMBIGUOUS

EXPLANATIONS 12 30 44

# of IRRELEVANT

& MULTIPLE EXPL. 23 20 7

% of IRRELEVANT

& MULTIPLE EXPL. 88 50 21




SOURCE TABLE

APPENDIX D

SOURCE DF SsS MS F
BETWEEN 2 1021.23 510.61 66.21
WITHIN 97 748.08 7.7 | ———--
(ERROR)

TOTAL 99 1769.31 | -—=—==-= | ——eeo




APPENDIX E

TABLE OF DIFFERENCES

PRESCHOOL KINDERGARTEN FIRST GRADE
 J *
PRESCHOOL | ----- 6.33 8.00
*
KINDERGARTEN | ] = ====-- 1.67

FIRST GRADE




